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REPORT OF COMMITTEE ON THE TEACHING
OF ECONOMICS IN SCHOQLS
. . "

1., TErMs OF REFERENCE Y

1. The Council of the Royal Economic Society during the
autumn of 1968 approached, the Association of University
‘Teachers, of Economics and the Economics Association, repre-
enting those engaged in teaching econdmics in schools and
rther education, and invited them to join with it in appointing .

ittee to considér the teaching of economics in schools.
The Royal\Economig Seciety hoped that the Gommittée would
consider cerpin majomproblems but was anxious not to impose .
on it any nartow terms of reference and left it to define its tg,fms
of refetence fqg itself. ~ . <

2. The major problems that the Royal Economic Sociéty
wished to see cohgjdered included the following: Co-

‘ (1) What branches of economics and of associated
“disciplines shogld be taught in schools and examined ‘by
Examining Boalds as forming })qrt of a school course in
economics ? ; ) '

. . (2) What is the desirable” division between . the .

economics that should be ftaught in schools and the. ,

» economics that should be taughtsin universities ? °

‘ (3) What are the desirable forms and tests of qualifica-

tions for admission to. university courses in economics?

§ 4 s
. 3. The Association of University Teachers of Ecgonomics and
the Economics Association accepted the invitation of thie Royal
Economic Society and each body appointed three members to
»  the Committee. At its first meeting the Committee decided to-
co-opt a further member with expgrience of teaching economics
ig-a polytechnic, and shortly after decided to increase the |
. representation from teacher education ahd ensure that the
sommittee should be fully in touch with thinking in university
departments of education. e ‘
4. In interprg‘ting, as it had been invited to.do, its own
terms of reference, the Committee has given considerable
"~ thought to two problems in addition to those set out in para- .
graph 2z, -, - w |
(4) In what ways can the teaching of econoraics in

schooJs be improved? _, R '

' ¢
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' (53In what ways can examinations in economics at
school level best test the competence of candidates?

5. The Committee has held imrall 14 meetings. It has had
the behefit of a long discussion of its problems, of the defjnition
of a central core of economics, and.of methods of testing com- ' .
prehension of .€conomics with Professor K. E. Lumsden,
Director, and Professor Attiyeh, of the Economics Education
Research Project at Heriot Watt University, Edinburgh. It
. * has, in addition, given much time to the study of the syllabuses
and examination papers in economics and kindred subjécts and
of the various Examining Boards operating in the United
.. Kingdom. ‘ . 3 RN

i

-~

o / B o
II. Tue Pureoses o EcoNomics IN Scoots *

6. ‘The Committee has coricentrated its attention wholly on

the problems of- the teaching of economics at. the sixth-form

. level where univVersities and schools have most dir¢ct common
concern; it has not attempted to deal with any possible r¢per-
' cussions on teaching at earlier stages. C

7. In any consideration of the teaching of economics in
- - “schools; it is important to have always in mind-that such teach- = .
. ing serves the needs of three different types‘of students. These

. _ needs may sometimes overlap, but may requiresdubstantially -
-different emphasis on' different aspects of economics as a
discipline: . '

(i) ageneral education in the nature of economic prob-
lems and theirelucidation, sometimes as part of a broadet -
programme, useful to anyone in any future walk of life but
expected to be formally concluded at the sg:}Tool stage;

(ii) anintroduction to the subject of economics for boys .

. and girls expected on leaving school to go intp occypations -
(commerce, banking, etc.) in which some understanding of
economic reasoning and assessment of evidence is valuable
and for which further stddy of the subject may be a condi-
tion of professional advancement; =~ ~

(ili) an’introduction to the subject of economics for .
. : . boys and gitls who may intend to proceed to its further ’
study as an academic discipline-in a university, poly-
technic or other, place of degree-level study. o,

ST

-

. A complication is that, while these three different needs may be

identified in relation to\what happens to different boys ‘and’

_ girls after they have left school, it ‘may be'jneither easy nor

«desirable to draw such distinctions when"they enter the sixth_

Q form; in some cases it may be impracticable before they ‘lea}e.’
ERIC. ’ S
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_ 8. For the first two groups the important question is whether
the subject has been reasonably well covered as a whole.
Economics is, or should be{ﬁ“intemally consistent system 6f
thought in which all the parts are intercrelated. No essential ,{
parts can be omitted in even a preliminary attempt at exposition
of the system as a whole. Thus a preliminary course must -
inevitably achieve completentss through some measute of
simplification and ‘leave a necessity, in the case of those who
wish to groceed further with economics, for the further under-
. ' pinning of much of what was learned at this superficial level.

Even in the case of such preliminary teaching and ‘examining it
is relgvant to ask whether enough account ks been taken of the
chariges in the character of economics in the past thirty or forty

We shall consider this question in paras 11-12 below.

9. For the third group—those\who are to proceed to a
.miversity or other place of advanced study—the question is
: ether the foundations have been laid upon which further and,
-more advanced teaching can be based, or whether, in anxiety
to serve the needs of the first two groups, there has been a failure
in teaching to build firmly enough the necessary foundations for
future more advanced work and in examining to prévide tests
of the qualities and capacities that it is desirable to encourage
and assess.

10. Since many of the problems of the planning of the teach-
ing of economics in schools and its testing in subsequent examin-
ations hinge on the possibilities or impossibilities of satjsfactorily
meeting the differing needs of these various groups simul-
taneously, ‘we think it best to’consider more fully at this stage
both the recent trends of economics and the criticisms that have
been made of the present syllabuses and the teaching of them.

&
- ”

. LY
III. THE €HANGING CHARACTER OF PROFESSIONAL .

EcoNoMics

' 3

11, Over the past thirty or forty years the character of
economigs as a discipline has very greatly changed; the war of
193945 was in many respects a dividing line. Before 1939
e icdecisions were made largely on a basis of rational, but
essentially non-quantitative, argument reinforced by judgment ..

. of the relative importance of the relevant considerations. The
task of the contemporary economist was to perfect the ration-
ality of the argument. Yoday decisions are in the very great
majority ‘of cases made on the basis 0f quantitative evidence.
The task of a contemporary economist is not only to insist on the
‘fationality of the argument but also to collect, systematise, ©
© ~alyse and present the quantitative evidence and tﬁge what .
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conclusions can reasonably be drawn from the data both as they
affect the environment in which actioh must be taken and as
they affect the decision itself. Today no professional-applied
economist (and most cconomists work as applied economists) is
employable who cannot handle with competence and confidence
the guantitative. evidence that is relevant to the range of
decisions with whichhe is concerned. L7

12. At the same time professional cconomics has become
increasingly mathematical in the forms in which its arguments
are conducted. It has become increasingly difficult for anyone
who cannot read a book or an article employing mathematical
symbols or. processes to keep abreast of current thought and
development of the Subject. For this reason, "university
faculties of economics now find many of their entrants in- .

_ adequately provided with the foundations for advanced study’

of economics. They have either themselves to teach the mathe-
matics required or else limit the curriculum for those who
dropped mathematics at O-level to those parts of the subject
which are susceptible to a mainly literary treatment. -

& »>

1V. Tue DivisioN oF TEACHING BETWEEN SCHOOLS
, AND UNIVERsITIES = °
1

13. This development presents two sets of problems in-
velving the schools with the universities:

(i) What quntribution.;t may the universities, poly-
technics and other degree-level institutions expect from the
schools in preparing entrants for undergraduate economic™
courses? ; ~
{ii) How may the schiols mect both these claims of the
universities amtd pslytechnics on their limited resources and
at the same time the claims on behalf of the other two
- groups represented in the! schools and likely to be the

majority? v .

14. The first question is principally concerned with the
extent to which universities and polytechnics should be able to
assume that students who propose’ to stydy economics at the
university level have thé ‘necessary background,of training in
mathematics and statistics, and if so whether that training
should be acquired within the framework of the sixth-form
economics-syllabus, —————t—p-—— = :

15. At present different universities adopt different criteria
for admission of students to read economics. No university
makes a previous knowledge of economics a condition of entry

Q‘ ° . . 8
O i+ 00010




to an economics course. On the other hand A-level mathe-
matics is a requirement for just over 15%, of all courses and
O-level mathematics for just over 80%, of the courses (C.R.A.C.
“  Degree Course Guide to Economics, 1972-73). In a number of
universities which do not make A-level mathematics a com-
pulsory requirement for admission to all degree-level economics
courses, a preference is likely to be given, ceterss paribus, to a
candidate for entrante who possesses qualifications in A-level
mathematics and who has thus demonstrated his numeracy and
his capacity to acquire the mathématics required for specialist
-~ study of university econpmics. .

16. Whatever may be the formal or informal requirements
for university entrance, there G b;” no doubt about two things.
First, numeracy is a sine gua mon for any serious study of
economics. Second, for specialisation in economics at degree
level, an ability to understand and deploy certain mathematical
and statistical teohmqucs is well- nlgh esscntlal '

17. The question is how far and in what way each of these
special needs of pupils who will be proceeding to universities and
polytechmcs can best be met by the schools and whether pro-
v1310n/ should be made for these within the sfflabus for A-level -

- ecopdmics. It is necessary here to distinguish clearly between *
(1) training in algebra and other branches of mathematics used
in economic analysis and in the theory of statistics on the one
hand and (2) the elements of numeracy and the simpler applica-
tions of quantitative methods to economics on the other hand.

18. The Commlttee does not believe that it is practicable
to teach these requirements for mathematics used in economic
analysis and statistical theor'y within the hmlts of an A-level
economics curriculum without dcvotmg to them much moré
teaching time than would be appropriate for the great majority
of candidates for A-level cconafmcs, without serious detriment
to the teaching of the economics part of the syllabus, and with-
out mtroducmg an ﬁnde,;xrable\ hurdle in \the path of the
majority of candidates. It belicves that the special, mathe-

. maticalficeds of those who are intending to proceed to spec1ahst
university study of economics are better met by the creation of
an A-level examination in mathematics’and statistics for social

« scientists, The Committee welcore the move by one or two
cxamining boards in introducing an A-level syllabus in mathe-
matical arid statistical methods applied to ‘social phenomena.
This could be more #ttractive and useful to prospective students
of the social sc1ences, including economics, than the customary
mathematics- syllabuses assocjated ,with the natural sciences;
the .Committee hope that it will become more common and

Q )re widely utilised. Such an examination must be regarded
. S :“i”m@()()ii .
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as an alternative to dther subjects such as history, languages or
experimental sciences, and if cjlogen as a subject for sixth-form
study, it should be in competition with these as a separate A-
level subject. ) )

19. The Committee does, however, believe that the elements
of numeracy and.the simpler applications of quantitative
methods have now become such an ‘essential part of economics
that they should be included, at the appropriate level, in the
A-level syllabus. This is no longer a qualification that is
required only by-those who will be proceeding to study
economics at the university level but one that it is desirable to

Jinculcate in all students, even if their traihing in economics will,
not extend beyond the Aslevel. The Committee has much
sympathy with those who would argue that the clements of

" numeracy are today-such @ necessary qualification for all
" branches of modern life that they should be universally re-

,quired in the same way as is the use of English=» But even if
that were the case, it would still remain desirable to teach,their

 applications’ to economics as part of a sixth-form cur@;lum

and of an A-level syllabus in economics. -

20. While A-le€fel ecanomics is nowhere 2 condition of entry
to university, €conomics, criticism must be made of the slowness
of many universities to recognise-that, today, some two thirds
of all entrants to their economics courses are likely to hawe
studied economics for two years or more at school. Zlhe
traditional pattern of university teaching of economics has Ween
a-first year in which the elements of economics are demon-
strated, covering a wide range at a very simplified level of
génerality, followed by two years re-traversing the ground at a
more advanced level.” This has been a legitimate pattern so
Tong as the majority of students have been newcomers to the

subject, and it will continue to be required for a significant
number Qf university entrants. +The, Committee regard it as
.most important that university entrants who have devoted their.
principal attention at school to mathematics, the natural
sciences, history or languages shall not ,bk debarred by a
course requirement in economics from taking up economics at
the university stage. Many of the best students continue to
come to the subject in this way. The door should remain open
to them, and it is important that suitable introductory provision
shall continue to be made for them. ‘
91. But many of the university and polytechnic students of

economics in these days have “already completed a similar®

elementary course before entry. To be treated as complete
novices they find irritating and discouraging, and they are
liable to’ lose  interest in consequence. e Committee

It uubd’o.iz, o
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believes that many universitjes and 'polytechmes ought to look

at their present curricula and ask themselves whether they are

properly adapted to the needs of today; whether they have

sufficient flexibility to allow a student who has made a good |\
.~ deal of ] progtess in economics at school to begin immediately to

fill any gaps in his previous éducation and extend his range, and

. thus use as effectively as p0551ble the whol‘é of his undergraduate
. time. A o - ‘
v 22. There remains, from -this standpomt the questlon ' .

% ¢ whether the content of the sthool course«in economics, con-
ceived as the best possible preparation for university entrance,
should or should not differ from the courses directed tq either or
both of the other purposes recognised in para 7 above as major
school responsibilities. To this question the Committee has .
devoted a great deal of time and thought. Insthe end it has
come p the conclusion that the fundamental needs of all three
groups, when [zro[zerly conceived, are so similar that they can with-
- out disagvantage be taught together. The, university and =
l polyteghiiic members of the Committee have been jmpressed by )
the factthat those meémbers of the Committee who have ex-
perience of teaching economics in schools are emphatic as tb the
pedagogic advantages of not distinguishing between the three
groups. Moreover the’ three groups, as was said earlier,
" though logically dxstmgulshab in retrospect, are seldom ;
distinguishable at the time that they are taught and when their
future careers are still uncertam A .-

V. THE ES,SEN’I"IALS of ScHoor Economics

93. The necessary condition for such unanimity is agree-
ment on the broad terms upon which economics, as a school
subject, should be taught. The Committee is agreed that the
common object, for all purposes, should be to instil into the
minds of those first encof:termg economics as much as may be
practicable.of three essentjal elements of economics:

(1) a capacity to understand both in theory and in ”
' . application the principles upon which an economy such as
that of the United Kingdom works; \

"(2) a general understanding of the miore important
econornic institdtions within which the national economy
operates; '

(3) a capacity to handle interpret and present the

. statistical evidence on whlch econdmic decisions are
@ | reached.

ERIC ., . = '*"11 :
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What is_fundamentally at issue is the emphasis that can and
should be attached to each of these three elements in a course
in which there 1s limited time available for teaching.
24. The Committee would regard the first of these elements
as basic. Without an understanding of the main principles of
rational economig thoice and decision-making and of the forces
that operate in 2 modern economy the most detailed knowledge
of our’ economic institutions and the constraints that they im-
. pose is unprofitable. And equally, from the point of view of
the analysis of economic problems, the most perfect knowledge
of statistical techniques is unprofitable unless it can be applied
to the handling of problems or, the testing of hypotheses which
have economi¢ implicatioks an§content. Thus adequate
teaching of the principles of economics is a sine qua non. What . .
is even more important, such capacity to reason clearly and to
analyse an economic problem rationally is not a quality that
will emerge automatically in later life as the result of ex-
. -perience. } ’ B
& 25. A gencral understanding of the more important
economic institutions has a very different role. The principles
of economics do not work in a vacuum. They are subject in
- any country to constraints imposed by a variety of Mistitutions,
. and by a variety of other social and political objectives. Any
‘ real understanding of economics requires an awareness of such
institutions, an appreciation of their general characteristics and
akriowledge of how they affect the market economy. Provided
. that this awareness is created, however, there is no great educa-
tional value in multiplying detailed information about a large
variety of institutions.
26. A capacity to understand how quantitative evidence is
and should be handled lies between the other two elements of *
economics. ~ Almost all arguments about economic policy are
4n these days conducted in quantitative terms. It is very
necessary for anyone working on economic problems to be able
to judge critically the statistical evidence that'is all«the time
being presented in journals, in the press, and in the working
material of most industrial and commercial institutions: to be
able to judge how far.statistical evidence can or cannot legiti-
ately be used to infer or support causal relationships; to be ~
;%lc to make such elementary adjustments to different'data as ..
will permit them to be legitimately compared and used to
support an argument. Of the importance of training in this
field there can be no question, and it is no¢ made less essential to
an economics course by the Committee’s emphasis (para 18
| ¢ abov¢) on the desirability of a separate course in mathematical
| and statistical methods applied to social phenomena. ™ All that
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is at issue is just how far such training should be carried and
how it should be balanced with training in econormqreasonlng
and analysis within the limits of a school course which can
effectively be taught.

27. There temains the question of the range of subject-
matter over which it is practicable, within a school programme,
to pursue these three elements which are the feature of con-
temporary economics.” If the teaching is to provide a useful
once-for-all infroduction for puprls who will get no further
formal education in the subject, it is almost inescapable, as was
said ‘above, that the range should extend to the main areas of
the subject. Tt is necessary, if the pupil is to start from his own
experignce of economic decisions, that it should include a good _
deal of what is ordinarily known as microeconomics: the
decision-making processes of individuals and bhusiness enter-
prises, the working of markets and making of prices. It is

- necessary if the pupil is to acquire an elemen’fary appreciation
of the contemporary problems of unemployment, inflation and
balance of payments, of taxation and interest-rdte policies, that
it should 1ld cover a good deal of what 4s ordlnanly known as
macroéConiomics: the make-up of national income and ex-
pendlture the forces determining aggregate demand and the
interactions of factor-prices and product-prices. Oh the other
hand, the danger of such extensive coverage resulting in worth- 9y
less superﬁciality is obvious—all too obvious, in fact, in the .
frequency ,with which some contemporary examiners invite
schoolboys t6 solve policy problems.which baffle the experts. -

28. A fitrther limitation to the’practical content of a school. .
syllabus is presented by the difficulties of the school teacher
himself. He is frequently single handed, ‘teaching many hours
‘of the week and with very little time for preparation; yet he is
éxpected to cover the whole field of the syllabus.  No university
teacher is ordinarily expected to keep himself up-to-date over ¢
the whole field of economics, including economic hlstory and a

" variety of closely associated subjects. At the university level”
this problem is-ordinarily solved by such division of labour that
the area over which the teacher must have full mastery is
sufficiently limited for that to be possible. At the sgzool level
this is impossible, and a school syllabus must take account of the

“fact and of the limitations it imposes on a teachable syllabus.

29. The Committee believe that the answer-to, these prob-
lems so far as they concern tiie teack ing of economic theory 1s to be”
found in szmplzﬁcatzon It is the answer which has a teaching,
value in itseif since it represents the characteristic method,.by
which economic analysis, at all levels, proceeds. It promises
'omethmg useful and lastmg for the boy or girl who will not
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take the subject further while instilling no bad habits to be un-
learned by the pupil who goes on. "

30. The main body of economics necessanly takes-the form
of the construction of models des:gned to be s1mple enough to
examine the principal repercussions of changes in econbmic
phenomena and at the same time complex enough to introduce -
all those phenomena which are of significant importancé in a
given context. In the first stages of economic teaching it is" « .
more important to establish a confident handling of simple and
readily intelligible models than to provide a more elaborate but
confusing technical, display. The Commiftee, therefore, sees
the teaching of economic theory to be centred upon simple
models,’and in particular models designed to demonstrate such
major aspects of economiic study as: o,

L (i) the logic of choice in terms of opportunity cost and
; the marginal principle; : :

AN (ii) the logic of specialisation and trade in terms of - ¢

. - comparative advantage; ;
s " (i) the partial analysxs of supply and demand in a i
’, . sxngle market; ,

. * (iv)s the determxnatlon of the rewards of factors of .
c production; and
N (v) the general analysxs of aggregate national income, .
-éxpenditure and activity.

LI

. rwould, of course, be important to bring out from the first the
. > mutual mter-dependencxes of the economic phenomena here
represented and, in particular} J$he fact that statements which
N may be assumed to be true of sthall comporients of a }arge
- aggregate may not be true of the large aggregate itself. . ¢
81, As regards economic institutions it was emphas1sed ‘above ©
(para 25) ‘that, provided that an awareness is created of the
) * constraints 1mposed on the working of the economy by their
e %existence, there is no great educational value in mulhplyxng
detalled inforfation about a large number of institutions.
. This is a branch of economics in which, we believe, it is easy to -
push teaching too far To do so is the more tenipting because
—itisa branch that it Is relagively asy to teach and to drillinto
pupxls In later life almost eVery professional person working
in an economic environment, as well as almost every profes-
sional economist, will requlre an 1mmensely detailed knowledge
of the exact workings of certain institutions. ~But this will come
readily from experience and does not require more than a broad
foundation of understanding on which to build it. Some of the
time that will be needed to teach other thi,ngs should, we be
bé saved from this less rewarding field.’
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32, In the case of quantitative methods, it is the essential tech-

niques of handling quantitative data which it is important to
' convey at the schools level. Paradoxically, though up-to-date

data may be of importance in motivating the pupil, in stimulat-
ing interest and in helping "the pupil to see the immediate
relevance and applications of techniques, the data themselves
are of little or no educational value. It isimportant to acquire
the more permanent capacity and equipment to handle suc'h\
data and to understand the statistical inter-relations of certain
‘phenomera, but not to memorise data which are rapidly
changing! T, \ o

33. In the view of the Committee the quantitative tech-
niques -which should be taught to all A-level candidates in
economics should be confined to those which impose relatively
‘limited strain ‘on the abilities of candidates who are not other-
wise mathematically minded. We suggest that the teaching
~and examining in this field shall cover: ~

t
(i) Understanding of the general characteristics and
"7 limitations of the main sources from which economic data
are obtained; the imperfections and margins of error of
¥ data. A t .

(i) Problems of measuring change; measurement of
price changes; measurement of real changes; difficulties:
caused by seasonal or climatic variations; simple methods
of eliminating them.

(i) The logical problems of the usé of quantitative
data to interpret causal relationships; the broad methods
of attempting this ‘(but not-the detailed techniques of

» actually doing it); the validity of such operations and the
limitations of the infergnces that can be made, *

» » (i) The choice of z}ppropriqte’ techniques for handling
quantitative problems of different kinds.

34. The present pattern of sixth-form teaching in economics

is determined partly by the A-level syllabus, but more by a
tradition of external exardinations and of teaching for such

. examinatipns. It is not as easy in economics as in some other
~, subjects to limit the scope of teaching and examination by
definition of what is of is not included. One cannot, as in
many-mathematical syllabuses, define the techniques included
‘or excluded by naniing them. One cannot, ,as in history,
define the periods of data that will be included or excluded;
any attempt to limit the extent of use of backward-looking data
would impose grgater and not less burden on a teacher.
Furthermore, the Committee is agreed that the A-level syllabus
© “d still more the examination papers, while they should insist
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upon a thorough treatment of the core of the subject as des-
cribed above, should also leave room for the individual teacher
todevelop around it, and in contact with it, his own selection of
subject-matter, deriving from opportunities afforded by his_
school’s location, inquiries pursued by his pupils, and his own
personal interests within the subject. Reforming: the syllabus
isimportant and there is appended to this report a draft syllabus,
illustrating the points here made. But the more important move

" required is to change the tradition of teachingand examining, and

to these problems we address ourselves in the following sections.

V1. Merops oF TeacHinG ScHoor Economics

35. Theabove treatment of the essentials of schbol economics
gives to reasoning in terms of a model the central place in
teaching as well as making particular simple models the core .
of the material to be taught. ;It should provide the habitual
mode of organising thought and data, whatever the materia]
put before the pupils in any schdol.. There is only one other
general precept of universal application. Any systematic.
teaching of economics must start from the need to think ration-
ally about all the various aspects of economic life and to sub-
stitute logical reasoning for emotional preconceptions. It must
distinguish the value judgments that go into the specification of
objectives from the principles of optimisation, both in balancing
objectives against each other and in determining how the chosen
objectives can most economically be achieved. It must dis- -
tinguish the extent to which conclusions derive in whole or part
from buiit-in value judgments on the one hand and from logical
reasoning on the other. - .

36. These essential considerations should, in our view, dic-
tate the general character of the competence in methods of
economic reasoning and analysis which it is desirable to incul-
cate. But they do not in the same sense dictate the teaching
methojjs by which they should be inculcated. The greater part
of economics is essentfally absgract. But abstract reasoning
does not come naturally=to all students. Many, probably
indeed most, students can best be brought to understand and
accept abstract and generalised propositions by approaching
them first through more concrete examples of a general prin-
ciple in its application to cases” within their own everyday
experience.. Many others are motivated in their sudies of
economics to a much greater extent by interest either in'national
economic policies or in things of local and domestic concern to
them personally. Their interest will be captured and held, -
only if it is clear that economic reasoning and analysis can help’
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them to understand such problems. It is the hall-mark of a
, good teacher of economics that he will know how to use such
? spemal and particular curiosities of his pupils té captivate their
| mtcrest to bring-out the principles affecting the partxcu]ar'
- issue, and thus to inculcate by degrees & capacity for more
. abstract reasoning and analysis.
| 87. “There are, we suggest, four'jmplications of this. First,
| there is in the nature of things ne single perfect way of teachmg
all pupils, to be advocated as an orthodoxy and employed in all
cases. The best way of teaching a group of students who are
already well trained in mathiematics and have learned there the
rudiments of abstract reasoning mdy be quite different from the
best way of teaching a group of students who have a more
down-to-earth approach to the subjéet, and little previous
experience of'abstract reasoning. Equally the best way for one
teacher, with a given personal background of experience and
- interests, will be different from that for another teacher with
= quite different gifts, knowledge and interests. It is possible to
help teachers to make the most of their own facilities, qualities
. and opportunities, and much work has been devoted to this.
| But we do not think that there is a single orthodoxy of teaching
method to be recommended by us and applied by all teachers
to all pupils.
. 38. Second, we would stress that, although the interest of
pupik can be stimulated and held by the applications of
economic reasoning to realistic examples from national or
domestic contemporary events, it does not follow that there is
any inherent importance in seeking to memorise the data and
etailed circumstances of those events. What it 1s sought to t
mculcate is the fundamental power to think and argue ration-
ally, objectively and-in full awareness of any ithported personal
vg.lue judgments abouf those events, and not the data of the
events themselves. This needs‘especially to be stressed be-
cause, in testing a candidate’s capacity to reason in this way, an
examiner is likely to ask candidates to analyse sqne ephemeral
) situation which has been generally under discussion in the
previous few months and about which a certain amount of
background know]edge can reasonably be assumed. But thaf
type of question does not aim to test the candidate’s very
detailed recall of ephemeral trivialities, such as are properly
forgotten a year or two subSequently. Both teachers and stu-
dents should not be misled, particularly. by looking’ at such
questions three or four years subsequently, into thmkmg that
knowledge of ephemeral data is desired by examiners or is to be
valued otherwise than as momentamly available material on
@ hich to test the essential capac1ty to reason.
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39 Third, whlle reasonmg in terms of a model has always
been characteristic of economjcs, it ig not always evident to the
student what model should be used tg tackle a particular ques-
tion. The capac1ty to identify the Stype of model which will
enable an economist to handle a particular question is a capacity
that must be learned by experience and by watching a teacher
examine a given problem, and apply to it the relevant. and
appropriate model. This capacity to identify and apply the

. appropriate model cannot be acquired merely by learning the
properties of the-model itself. The art of economic analysis
cannot be fiilly learned from a téxtbook of puve economics.

40. Fourth, all models, and particularly those models which
are normally used in teaching elementary economics, are in
greater or lesser degree simplifications of a more complex world.
In order that a simplified model shall operate and be easily
comprehensible it almost always possesses certain in-built
assumptions; it may assume that resources are so nearly fully
employed that more resources for one purpose must mean less
for another; it may assume that sellers are operating in an

" almost perfectly competitive market; it may asufe that
_ sufficient time has elapsed for full adjustment to a dhanged

. situation;_ there are numerous other in-built assumptions of
partlcular models. It is an essential qualification of apy well-
Vtrained economist that he should always be aware of the under-
\lymg assumptions of the ‘model he is using and able to judge
whether the difference between those assumptlons and the
particular case that he is examining is so gréaf as to invalidate
the argument. This awareness of the character1st1cs, assump-

. tions and limitations of models is a capacity that a good teacher
will be constantly attemptmg to instil.

7 41. If both the interests of" puplls and the’ ultxmately desir-
able capacities of a trained economist indicate that economics
is best taught; not as a set of abstract theorems but in relation to
the problems that partiular models are designed to analyse, it
has to be asked whether this imposes limitations on the syllabus
that can be taught and whether the means$ and materials exist or
can be provided to teach it. o

42. After much discussion we are convinced that, provxded
that the essential models are kept reasonably simple, and that
their limitations are recognised, the syllabus that we would
regard as inherently desirable is capable of being taught,
provxded that teachers can be given much needed help in cer-

"
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tain ways. The prmcxpal help that would appear to be neces- -

sary is help with teachmg material.
43, We have given much thought to the extent to which
teaching methods that are based on what are commonly known
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as “ heuristic * principles can Wefully be applied to économics.
We have in mind a wide range of methods including class field
studies of local problems, case studies based on printed material,

the use of case studies from economic histor, role playmg in
relation to decision-making, the preparation of projects by
individual students based either on personal* field work or

secondary material. ., The, Committee attaches great im-

portance to such methods of teaching for two reasons. Firstly,
they ensure that ecomomics is seen in actlon -as,a means of
handling real problems. Secondly; they ensure that students
are faced w1th the problems of se%mg how to set about a piece of
economi¢ analysis and the choice:.of the appropriate economic
technique$ for handling i, and‘are tested in thelr capacxty to )
do this,

44. We recogmse, none the less, that there are very con-
siderable difficulties in using these methods. They involve
problems both/of teachmg and of examining. In regard to

‘teaching the problem is principally one of shortage of adequate

_means that the burden’of their preparation a

pre-prepared material. While there already exist a few books
of case studies for use in the teaching of economics in schools,
there are not at present sufficient to meet théHull needs, and
material from other sources needs adaptation before it can be
used in schools. But in the case of school economics there is an
added difficulty. Good micro-economic case studies, if they
are to excite the interest of boys and girls, should te to
current and local problems. They will differ fro
region of the country, and from rural to urb

documentatjon

" must fall upon the teachers of an individual school or group|of”

schools in a small region. This is not equally true of macto-
economic or even more general industrial case studies. But
oblem of the ISreparatlon adaptatlon and circlation!of
material renfains. This is a field in which.we believé that the
mics Association, as representing those who teach economies
in schools and further education, could beneficially play an
active role  But there are not mconsxdera.ﬁle costs in provid-
ing what we regard as a very necessary service if the teaching of
economics in schools is to be improved. ‘We would regard the
provision of such teaching material as comparable in importance
i the field of economics to the provision of chemicals or
materials for the teaching of science and as havmg comparable’
claims on pablic or other funds. * .

3 'I'he Economics Association is already active in providing’ assistance {o teachers.
‘We would draw attention to two of its recent publications: An Annotated Biblio-
paphy of Economics Education, 1945-1971, compiled by P. S. Fowler, R. H. Ryba
and R. Szretér, 1972; An Economic Book List for Schools and College:, compxled by -
** 8. Anthony, 1972. ‘ N
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_~. " 45. There is, moreover;a natural but perhaps paradoxical
_Zonsequence of the need to stimulate pupils’ interest through -
their concern with topical events and the analysis of problems,
relating to.them. * Matcrial that possesses this property. very
' qulckly goes out of date, even though the problem for analysxs
is almost timeless. This means that the material or the beok if
it is in that fprm, needs constant revision and renewal. This
requires to be recognised and facilities created, pcrhaps again
: through the Economics 4ssociation, to meet the need. ¢
' 46, Quite apart from these problems of supply and circula-
tion of magerlal there are problems for teachers involved in.its
preparation, use and mcorporatmn into a teaching programme.
Some of us have had experience in recent years of the experi-
ment in the teachmg of Business Studies in schoolg ;and have,
been 1mprcssed by the extent to which the many obstacles to
teachmg anéw subject have been overcome through collabora-
tion in preparatlon of material, 30Lnt discussion of teac‘hlng
~eXperience and problems and provision for assistance and
A advice to teachers egmnmg to tackle the problems. We
- believe that somewhat sinilar provision for joint discussion and
. learnmg by the experience of others will be_desirable and that
, the vatious bodies concerned with teacher trammg should nge
- * more consideration to.the need to provide in-post training in
this respect as well as in others ¢hat we shall discuss later.
: 47. Any discussion of greater use of thg ‘ heuristic ”
~. ‘principle 1nev1tably raises the qucstlon of the place that per-
formance inya project should play in the final assessment-of a
candidate’s total performarrcc We shall discuss this problem
more fully at a later point. when we_ come to - methods‘of
examining. We would stress that a capacity. to 1dcn¢1£y for
himself'the best way of tackling a problem and to criticise what
others may be domg in this respect is one that it is most im-
portant to instil into any student of econgmacs and that ‘jts
testing should be one feature’ of any good examination systemt.
48. These improvgments of teachmg methods and facilities
+ are desirable whatever syllabus is to be taught. The ayllabus
that we are suggesting differs from those that have been in use
in recent years principally in its emphasis on the importance of
numeracy and the inculcation of capacity to hahdle, integpret,
and if necessary adapt quant}'\l;";);we cwdenc&e If, as we assume,
this is both taught and examined (as it should be) at the level to
which any student who has qualified in O-level mathematx,cs
can reasonably be expected to advance, this sheuld not in our
view represent a new and much more dlfﬁcult hurdle inserted
into the economics curriculum. Experlcnce with teaching such
numeracy and quantitative methods in_the experimeftal A-

.
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level course in Business Studies has showrf that the great
ma_]onty of students can and do succeed without great difficulty
in learning them. .

49. Nor do we believe that: the syllabus presents grave -,
difficulties from the teaching point of view. Such'statistical
- . methods as we are suggesting for inclusion in the syllabus are
wéll-known to and*within the normal teaching compass of
almost all those-who have graduated in recent years after three
years of studying economics in a British university. Other
teachers may find it necessary to rely (as some schools have done
in similar cases in the teaching of Business Studies) on some help
from mathieratical colleagues. But we believe that (possibly
with some help from ‘special refresher courses) most present
teach rs could teach such a syllabus as we have in mind.
1sity experience with similar courses suggests that the
&::ents of quantltatlve methqdsare best taught and learned
n regarded as an integral part of econogucs studied in
relation to applications to problems in handf and taught by -

working economists in that context ratﬁer than as a branch of
mathematics. .

50. We have necessarily given thought to the expertise of,
the-mén and - Women twho teach economics in schools. , We are’
very well aware that a.number of them, including some, out-

standmg teachers, have not received formal teaching in
economics, but have in effect achleved their own’conversion
programmes, and have mastered the subject to an extent that
‘enables them to teach economics at A-level. With such
" assistance and facilities as we are recommending we believe that s
most of those who have alr‘cady thus . denfonstrated their
< adaptability will have no msuperable difficulty in tackling the
* type of syllabus that we have in mind. More generally there is
some ev1dence that in the last ten or fifteen years the situation _
has apprec1ably improved so far as specialist qualifications are
concefned. Cases of economics being taught by teachers who.
‘have never studled the subject to degree standard are f:
diminishing, though it is a moot paqint Just how well equipped a ‘
" teacher may be to_teach modern economics up to A-level if his
final degrce éxamination has included only one or two papers
in economlcsr But even of the teachers who entered the field
¢in the last ten or fifteen years with adequate degree qualifica- |
tlons, o y a \fc small proportion can have received subsequent
trainin e methods of teaching economics. Until a few
years ago, out of some th1rty University Departments of Educa-
tlon,fthere was but one in which economics received as much
#3ttention as, say, history or biology. Even today the number .
@ " hérethis is the case can be counted on the ﬁngers of one hand.
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A few others have made some partial provision for economics.
Economics method courses have been provided in recent years
in some of the Colleges of Education which have introduced
one-year post-graduation courses. Given the recent very high
rate of growth of economics as a school subject, we hope that
many more institutions of teacher education of all types will give
active consideration to their opportunities and responsibilities in
the field of economics.

51. In these circumstances the Committee believe that
there is already a need—which will be. rcihforced, if such
changes as it suggests in the syllabus and methods of teaching
of economics are widely adopted—for increased facilities for the
retraining, refreshing and advising of teachers of economics
throughou.é\their working lives as teachers. The Committee is
convinced that all major institutions of teacher education should
include g spegialist in the teaching of economics whose concern
and responsibilities should include the problems of providing
ways in which existing teachers may bring themselves up-to-
date, and that &ll such institutions, as well as university faculties

" of economics, should be enabled and encouraged to devote some

of their attention and resources to this. The Committee would
like to see the willingness of a teacher to devote vacations to the
improvement ofl his qualifications as a teacher appropriately
reflected (as it is {n some countries) in his stipend. It would be
wholly regrettable if Ifck of such in-post re-training facilities or
refresher courses should imply that a necessary improvement in
teaching had to He postponed a decade or more until a new
body of teachers had emerged. In this the Committee believes
itself tb be very much in line with the thinking both of the

* James Committee and of the University Grants Committee.

“y
VII. Meradps IN ExaminiNg IN Econowmics

52. The tradition and the relative emphasis of teaching’
effort are partly detertpined by the syllabus; a good A-level
syllaf.)us is a first necessity. But the traditions and the relative
emphasis of teaching effrt are to an even greater extent estab-
lished and modified over\the years by the examination papers
set. The Committee believes that the time has come when
Examinmg Boards, several\of which have recently made revi-
sions of their A-level syllabuges in economics, should logk at the
recent trends ofitheir new papkrs, and the effccts they are having
on the teaching of economics.

53. The papers should.clearly be such that they test the,
qualities in acandidate in econoynics which it is most desirable

- - / .
to inculcate hnd that they provide for these incentizes both to
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teachers to teach them and to pupils to learn them. As this
_ report has indicated, the qualiles which the Committee believes
to be important and to requirg testing by any examination are: -

(i) a capacity to follow and sustain an economic argu-
ment and to make logical inferences from given informa-
> tion;"® - ’
(ii) a capadjty to set out and communicate to others a
logical argumerit in economics; | -
(iii) a capacity to be aware of asslimptions made
+ implicitly in the use of an economic model to assist a
process of reasoning and’to perceive how a modification of -
the assumptions 'might effect the conclusions;
(iv) a capadcity to understand the mutual mterrelatlons

., and 1ntcrdependenc1es of the various elements in ‘an
economic system and fp take account of them in handlmg
economic problems, .

—  (v) a capacity to understand and cxplam the economic
effects of important economic mstltutlons on economic
policies; °

. (vi) a capacity to make approprlate mferenccs from
quantitative data; ., .
(vii) a capac1ty to apply to an economic prob'?em the
models of economic analysis that are most approprlate

to 1t J ’

< 54, The traditional method of examining in economics hash‘\}t
been by setting a series of essay questions for the candidate to
attempt to answer. The virtue of this method of testing a
candidate is that it can test both his Lnowledge and under-
standing of the ordinary models of economic analysis and his
powers of ¢xposition and formulation of a problem in his own
words. It is possible to set questiens which will demonstrate
. the candidate’s capacity to see how to tackle a problem and to
reason out answers in cases where different assunfptions will
lead to different answers. It is possible to seec how far a candi-
date appreciates the constraints imposed by economic institu-
tions and economic policies. : s
55. There are, however, considerable difficulties over the
conduct of such an examination. Wlth rapidly growing num- .
bers of candidates in economics it is becoming more and more
difficult to obtain the services of highly’ qualified examiners in
sufficient numbers. at present fees. Exammmg by this method
is, moreover, cxceptionally difficult. A candidate is asked to
make an exposmon of some piece of complex reasonmg His
exposmon is frequently unclear. It is uncertain whether he
@ s failed in understanding or in exposition, or both. An
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examiner’s judgement cannot escape being in some measure
‘subjective. Two equally competent “and careful examiners
may take slightly diffe'ring views of the competence of the
. answer. They may differ in tho penaltics that they feel should
~ be imposed for lack of understanding and lack ef clear ex
tion. Even a careful attempt to standardise marking meti*
may be diffjcult of application in pra‘ctlce, though the differ-
* ences of valuation are seldom large in actual experience.

56. Many experiencéd examiners would Jecl that, despite *
the difficulties that they recogmse, this traditional rftethod still
represents the best way of testing competence in the whole
range of qualities for which onc should look in a student of

"weconomics and that the likelihood of at all serious error has .
been greatly exaggerated The Committee has thought it
right, -none the less, to glve a good deal ob consideration to
alternative methods of examining candidates, and-taparticilar
to the pOSSlblllthS of applymg to econoﬁncs the ,system of

ob]ectlve tests ” that Have been used in examining some other .

branches of knowledge, and which arée now being used for -
economics by Certain Examiping Boards. . ; W
57+ The Committee has studied a number gf test papefs
prepared for school examinations in economxcs, and has been
considerably, 1mpressed by. the skill and ingenuity of those who
have prepared the tests,’and welcdmes théir employnrent by
certain exammmg bodies.’ They retain, howévyer, , for ‘the
moment doubts and misgivings, and whilé apprécxatmg the
attractions of objective tests as a means of solving some of the *
problems of shortage of good -examiners, they would- -see
dangers in afiy attempt ‘at excessive reliance on objectiye tests.”
58. In economics it is seldom possible to state one s1mp1e
answer that is dpiversally true quite 1rrespect1ve of circum-
stances, conditions and environments and quite irrespective of
political objectivés or social valye judgments. It is-immensely
important that a student should“be taught to be constantly
aware of any underlying "assumptions ang, that he should be
tested to see wHether he has acquired that capacity. A number
of the questions that the Committee has seen would seem to have
been open to ambiguityx, the right sophisticated answer might ’
have been a1ternat1\fé;(3) is right in these cxrcumstances,

-

alternative is right in these other c1rcumstanccs here .
g

is the added difficulty that, in sucha
which advancement takes the form\of debate .and argument
between different individual economists and ‘ schools’* of
economists, there may for a time be no single agreed orthodoxy,
in the sense that two different *“ schools,” both of them scientific .
and scholarly, would provide different answers to a questxon
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Some of the questions we have seen rcq‘tfirc a candidate to guess
whether an examiner is likely to require him to bc]ong, say, to
the tKeynesmn or the Chicago scheol. That is an impossible
+ and unfair imposition. Q_ucstxons that may involve this should
not b in an examination in which the candidate cannot ar- «
L gue % reasons forgiving a'particular answer.
59. What the Committee would most stress is that such
“ objective tests,” if they are to be applied to the examining of
economics, require nét only to meet psychometric tests of their
efficiency in separating out candidates but also individually to.
meet tests of their validity in terms of economics ahd collectively
to represent a fair balance of thg subject. They will nged to be
" prepared with quite exceptional skill and to be criticised very
ruthlessly and scrypulously’ by cxpcrt economists, if possible
with university teachking experience, who are hkcly to be
difficult to refruit and will need to be paid adequate fees; .
otherwise there is considerable danger that they will contain
ambiguities, concealed assumptions or imposed orthodoxies,
and thys- penalise certain candidates, who Thay well be the
ablest of the candidates examined, in depriving them of their
ordmary freedom, to explain why ckactly they have reached -
. certain conclusigns. A 'badly set question in an essaj-type -
paper can be answered by an mtcllxgcnt candidatg. A badly,
set question in an objective test is disastrous.
- 60. The problems of making economies in examining in this ‘
«  subject are complex: éssay questions require a large number of
competent markers; objective tests, at thé stage of buildingup a |
- bank of questions, call for an outstandingly able and sufficiently
Jlarge group of question setters, p'reparcd to give much time and .
trouble to pcrfcctmg théir questions. It may well be as difficult
to find, recruit and pay these outstaniing questzon-scttcrs as to
recruit a sufficient body of competent examinefs of essay-type -
questions. +In view of the number of,questions suffering from
amblgumcs or hidden assumptions that have been included in ~  ~
specimen papers seen by the Committee, the Committee thinks :
the Examining Boards should be more' aware of these very
considerable difficulties and of the imperativc need to overcome
s« them, The Examining Boards should, we believe, be more
actlvc m persuading un1vers1ty teachers- of economics to
associate themselves with the very rcspons1b]c task of ensuring
,that the papers set in A-level economics presgrve and promote
"the desn'aile standards of teaching in the subjegt.
1. There is an additional difficulty of which Examining
-- Boards should be aware. Qbjective tests provide in most cases
tests of understanding or recall of particular features or -
dcﬁnmons of some orthodox and generally acccptcd analytical -
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models, of recall of particular characteristics of some economic
institution, or of recall of economic data. »They are likely, un-
less prepared with exceptional skill, to provide far less satis-
factory tests of capacity to sec how to apply economic reasoning
to complex situations or to situations in which clear apprecia-
tion of the possibly different results of alternative possible
assumptions or of conflicting 0b_]CCt1VC° are of the essence of the
question. There are some subjects in econonics for which it is
relatively easy to set objective tests; there are other subjects for _
which jit'is very difficult to set them There are some subjects
in which it is easy to compose tests which will effectively
distinguish good students and bad students; there are other
subjects in which this is again much more difficult. Thus there
is danger of imbalance between different subjects in economics
and the credit carned for knowledge of them, 2nd danger also

that the feed-back from the pattern of the examination to-the .

balance of the teaching may prove undesirable for the general
improvement of teaching. -
62. If we may revert to the criteria that were set out in
paragraph 53, an objective test can test (i) outstandingly well.
It may succeed in testing (v) to some extent. It'is lkely to test
(i), (iv), (v) and (vi) less well than a well-set paper of the
essay-type questions. It js markedly less successful in testing
(i) and (vit). It is for these reasons that the Committee
believes that an objective test is best incorporated not only
with an essay-type paper but also with a test of (vii)—capacity

" to tackle a- problem—in an examination, and feels serious

doubts about the wisdom of dependlng heavily on Ob_]CCtIVC
tests. >
63. The important capacity (vii), to apply to an economic
proklem ihe models of thought that are most/apprbpnatc is
best acquired and demonstrated by an attempt to tackle a
chosen and individual problem in som€ depth in the form of a
“project.” Exper1ence in other subjects has, moteover,
shown that “ project” work is likely to yield considerable
“ spin-off ”” of practical understanding over a wider field than

_ that of its immediate context. In economics there is more
latitude than jn some subjects in the choice of suitable projects.

While first-hand field-work has a considerable educational
valug, “there is no general reason why first-rate “"projects ”
should not be prepared on the basis of secondary material, and
especially statistical or historical material, that can be made
available in a library.

64. The Committee believes that this application of the

“ heuristic . principle is in-itself so potentially valuable in the*

« teaching of econormcs that school,s should not hesnate to_make
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, use of it, even if the Examining Board that serves them makes no

provision for the examination of the pro_]ect But they are
convinced that—despite difficulties of examining which they_
recognise—Examining Boards should make provision in
economics, as they have in a number of other subjects,for
candidates to submit, be partly tested by and receive some
credit for a * project.” The Committee itself would be glad to
see an Exaxflining Board make projects in A-level economics at
least optjenal.

65. We come ﬁnally to the, questlon' of the balance and
subject matter of papers. The Committee has been greatly

ﬂpof the examiners for the different Boards
in setting papers that have reflected changes in the theoretical
interpretation of different aspects of economics as the subJect
has developed and thus i xeepmg abreast of changing ideas in
economic theory.

66. None the less the Committee believes that certain recent
trends require reconsideration and should be modified or -
reversed. First, over the years there would appear to have been
a growing emphasis in papers set by some Examining Boards on
economic institutions, often,examined as if there was im-
portance in knowledge of the recent performance of these
institutions for its own sake and not as a factor medifying in

some way the working of the economic system.. We.believe

that this emphasis on recall of the detail of institutions has been
carried td far, if we may judge from some of the recent papers
of these Examining Boards.

67. Second, and as another aspect of the same issue, whilé
we recognise the value of contemporary phenomena in stimulat-
ing the interest of candidates, we think that questions which are
primarily concerned with recall of phenomena which are best
regarded as tphemeral and to bé forgotten, rather than with the
economic principles and trends which they may exemplify, are
not desirable. While they may reasonably be regarded as
testing the interest of the tandidate in contemporary phenomena
we think that they have an undesirable effect on what it is
thought necessary to spend time in teaching.

68. Third, we greatly doubt the pedagogic value of asking
elementary students, even though they may feel interest in
them, questions on how to solve one or other of the vast prob-
lems of economic policy which confront the world—hotw to stop
inflation or to improve the balance of payments for example.
Those of us who have read answers to such questions are well
aware that candidates find themselves out of their depths, and

"the better ‘the candidate the more conscious is he that the
lnroblcms do not have answers at the superficial level that are
Q ¢
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independent of political assumptions and of the .,practicalv

possibilities of changing national or international institutions.
69. Fourth, we think that Examining Boards should be
more careful to ensure that papers shall not contain questions
which are_only answerable on the basis of acceptance of some
unstated value judgment or pelitical preconception. Can
there, for exarhple, in an objeg:tive test, be a single and un-
ambiguous answer free from all vajue judgments regarding
social objectives to some such a questioh as: “ Ifa local authority

is losing money on its bus services, which of the following:

actions should it take: (1) ingrease fares for rush-hour travel-
lers? (2) increase or reduce fares for off-peak travellers? (3)
withdraw fare concessions to old-age pensioners? ”

- 70. In more general terms we suggest that Examining
Boards in assessing the suitability of a particular set of papers,
should give more thought to the broader questions: Do the
papers reflect the Balance of qualities which they wish t®see
taught in the schools? In particular, do they reflect the
desirable balance of knowledge Qnd recall of factual detail on
the one hand and of analytical ‘capacity and of capacity to
handle and interpret data on the other hand?- None of the
recominendations made in this report will get very far in the
schools unless the Examining Boards show the rlght response
and initiative.




ILLUSTMTIVE SYLLABUS FOR A-LEVEL
ECONOMICS

) I\rrnonuc'non

THE purpose'of this syllabus and the examination based ori
it is to test the candidates in all the three major fields of
knowledge and skill that together form the principal con-
stituents of economics:

(1} a capacity to understand and apply the principles
‘'upon whiich a modern-economy works;
(2) a general ‘understanding of some of the ‘more
important institutions within which the British economy
operates and their economic effects upon its operation;
(3) a capacity to handle, interpret and present the
quantitative evidence on which economic décisions are
v reached.

" . Candidates will be expected to show competence in all three
p fields. '

v

'I. THE PRINGIPLES UPON WHICH A Mobery EcoNoMY
WoRrks

In this field the purpose will be to test the candidate’s under-
standing of simplified but rigorous modejs of 2 modern economy
desxgned to demonstrate such major pnncxplcs and aspects of
economic study as:

(1) the logic of choice in terms'of opportumty cost and
the marginal principle; .
(2) the logic of specialisation and trade in terms of
- comparative advantage;
(3) the partial analysis of supply and demand in a
single market;
(4) the dctermination of the rewards of factors of
_production; - ‘ »
(5) the general analysls of aggregate national income,

expenditure and activi - 3

The candidate will be expected to show understandmg of the
mutual inter-dependencies of the economic phenomena here
O
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represented and of the extent to which statements which may °
be true of small components of a large aggregate may not be
true of the large aggregate itself.

“

II. EconoMic INsTITUTIONS AND THEIR EFFECTS UPON
THE WORKING OF THE EcoNoMy

(1) Institutions which in general improve the working of
markets: commodity markets; capital markets; the monetary
and banking system and its control by the Bank of England;
foreign exchapge markets; labour exchanges; advertisement

" of goods, vacant posts, etc.; their effects upon the best use of
economic resources; the effects, good and bad, of speculation
in markets.

(2) Institutions. created by the Government to provide
common services: public utility services; roads and transport
facilitics; local authority services; health, education and other
social services; the financing of and methods of paying for such
services.and the relation of such services to the economy.

(3) Institutions which have the purpose of modifying the
workings of a market economy: trade unions; employers
federations; private monopolies; their possible effects, good ~
or bad, upon the best use of economic resources and the distri-
" huition of incomes. i

. (4) Institutions and Ieglslanon designed to restrain the
opportunities of individuals or institutions to exploit the com-

. munity: the monopolies commission; the industrial relations
legislation ; incomes policy, etc.

Candidates will, be expected to show understahdmg of the
ways in whieh 1psntunons affect the working of the economy
rather than precise detall about the wurkmgs of individual
institutions.

&
*
3

.

II1.. Tug HANDLING, PRESENTATION AND INTERPRETATION
* ! oF QUANTITATIVE DaTA s

In this field the purpose will be to iest the candidate’s
understanding of the nature and limitations of the data on
which economic decisions must be based; and of the more

. elementary ways in which such data can be handled and
presented so as better to permit interpretation and comparison.

(1) Understanding of the general charatteristics of the
main sources from which economic data are obtained: the
imperfections and margins of error of data.

1 . (2) Problems of measurmg change: measurement of
< .

ERIC g g -

: Pf 00032

e el e —— e e

b
SRE S

-y
L a Sy afe

R




-

. Co
price changes; measurement of real hangés";' time series;
difficulties caused by seasonal or c]iTnatic variations and
methods of eliminating them. L

(3) Problems of measuring the average level and the
distribution of some phenomenon.- !

(4) The logical problems of the use of economic data
to interpret causal relationships: the simpler methods of
attempting this, scatter diagrams, lines fitted by inspection
(but not the detailed techniques of calculaiing regression);
the validity of such operations and the limitations of the
inferences that ¢an be made.

(5) Th\} use of appropriate techniques for handling
problems of different kinds. The presentation of quan-
titative data: the use of graphs, tables, frequency distribu-
tions in summarising and organising data.

L]
The purpose in this field will be to test the candidate’s ability
to interpret quantitative data and to apply to data such simple
methods of adjustment and analysis as will make it possible to
extract from the data a maximum of information. It will not
require mathematical analysis or special facility in computation.
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